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Abstract
The aim of this study was to explore the effects on speaking fluency
and confidence of a 14­week CLIL film studies class on advanced level
English learners at a Japanese university. Improvements were measured in
utterance fluency with pre­ and post­tests. Utterance fluency describes
elements of actual speech such as, speech rate, pausing and false starts.
Perceived fluency relates to the level of fluency as rated by the listener
(Lennon, 1990; Segalowitz, 2010, p.165). A CBL environment exposes
learners to authentic input, giving students examples of how to express
their opinions in the target language and how to appropriately respond to
different questions or comments depending on certain situations and
contexts. It also provides opportunities for communication practice in
authentic tasks. The language learning aspect of this CLIL course taught
frequently used formulaic sequences. The learners could employ and
practice these repetitively in class discussions. The intention was for them
to build up their proceduralization of the language (Dekeyser, 1998) and
automatization, in theory leading to better cognitive fluency (Kirk, 2014,
p.105) and confidence in their use of English. Learners’ confidence in
their ability to receptively process language they encounter and to produce
appropriate responses in both spoken and written form was measured at
the beginning and end of the course through the use of a questionnaire.
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Despite the advocacy of communicative language teaching techniques, in the
recent past Japanese secondary and university­level English education has largely
neglected oral fluency development (Onada, 2014, p.121). The Ministry of
Education (MEXT) has demanded a shift to focus on the teaching of English in
English in order for Japanese learners to acquire better communicative ability
(Yoshida, 2013). Therefore, in Japan there is currently a clear need for increased
fluency development through communicative teaching in the target language. A lack
of confidence in speaking ability in Japanese EFL learners is particularly noticeable.
Harumi (2011) found that of 197 first year of university Japanese intermediate EFL
learners, 60% thought their speaking ability was at beginner’s level, despite all
having received at least six years of formal prior English instruction. The same
study asked the learners their reasons for remaining silent in class during an
interaction with a teacher: 67.2% blamed linguistic problems, whilst 22.8% cited
psychological problems, including lack of confidence. The need for increased oral
fluency development through communicative teaching along with the building of
learner confidence led to the author creating this study to analyze the effects on
speaking fluency and learner confidence of a 14­week Content Learning and
Integrated Language (CLIL) film studies class on advanced learners at a Japanese
university.
Improvements were measured in terms of utterance fluency with the use of pre­
test and post­test. Utterance fluency can be objectively described as elements of
actual speech such as, speech rate, pausing, self­repetition and false starts (Lennon,
1990; Segowitz, 2010). CLIL was chosen as the means of instruction to allow for
the explicit teaching of an element of language that would assist the learners`
language development. The main explicit teaching focus was on formulaic
sequences due to their proposed benefit to fluency by Wood, 2006.
Literature Review
Fluency in relation to speaking in a second language is a difficult concept to
define with absolute consensus but several popular definitions have been offered
within the literature surrounding the term. Fluency can be defined as the smooth,
accurate, comprehensible delivery of thought or communicative intention into
language whilst under pressure of time constraint (Lennon, 2000). Fluency is an
automated procedural skill, when fluency is proficient little effort or attention is
required. In opposition, non­fluent speech is effortful and requires a large amount of
attention (Schmidt, 1992). Fluent speech requires the production of a multitude of
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syllables per minute, without pauses within constituents, without being of unnatural
length and without too many false starts or repetitions (Freed, 1995). Skehan (1996)
also states that fluency is a learner’s ability to produce language without undue
pauses or hesitators and in addition, it requires memory of chunks that can be
produced in certain situations. Segalowitz (2010) describes three features of fluency:
I. Cognitive fluency: the effectualness of the critical processes required to
create utterances.
II. Utterance fluency: the elements of utterances that resonate the speaker’s
cognitive fluency.
III. Perceived fluency: judgements listeners make about the speaker’s cognitive
fluency based on their perceptions of utterance fluency.
Self­confidence and in opposition anxiety are important factors in a learner
becoming a proficient second language speaker. The fear of making a mistake,
appearing less intelligent than one’s peers or of not being understood has a direct
effect on speaking ability (Brown, 2001, p.269). The confidence to take risks is
essential for successful second language learning (Brown, 2007, p.160). Issues of
learner confidence have been identified as particularly problematic in the Japanese
EFL (English as a Foreign Language) learner context. English learners in Japanese
universities seldom initiate conversation, bring up new topics, oppose the teacher,
request clarification or volunteer an answer (Helgeson, 1993). Townsend & Danling
(1998) suggest the issue of learner confidence is caused by anxiety Asian learners
feel when using an L2. Clément’s (1986) model states that language anxiety is a
contributory factor of self­confidence. Increased confidence requires more frequent
practice of the L2 and a higher proficiency (Clément et al. 1977 a, 1977 b; Clément
& Kruidenier 1985; Clément 1986). Several researchers have observed that Japanese
university students raised their self­confidence in speaking and subsequently their
L2 proficiency improved after overseas learner experience (Tajima, 2002; Matsuda
& Gobel, 2003; Tani­Fukuchi & Sakamoto, 2005). However, it has been suggested
that the reason for some immersion students’ failure to achieve better production
skill in the L2 is due to their need to attend to the target language (Lyster, 2017,
p.22). Therefore, Content Based Language Teaching (CBLT) should not prohibit
language instruction. Instead it should encourage its integration (Lyster, 2017, p.23).
Content Based Learning (CBL) creates a learning environment where
favourable settings are created through integrating both the target language and
some meaningful content, therefore the language becomes not only the object of
study but the medium for learning some particular subject matter (Duenas, 2004).
CLIL is a “dual approach” with equal focus given to the learning of both language
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and content (Marsh, 2002). The CLIL approach draws on the implicit learning of
the CBL approach whilst adding more explicit language instruction. The objective is
to improve students’ metalinguistic awareness, allowing it to assist them to discover
linguistic patterns in content based input (Lyster, 2017, p.23).
Research seems to favour the need for some language focused instruction. Paul
Nation (2007) purported that learners must pay attention to the systematic features
of language in order to raise their consciousness to assist later language learning.
The Focus­on­forms approach constitutes the prior selection of specific features of a
linguistic syllabus and “systematic treatment of those features” (Long, 1998; Ellis et
al., 2002). This focused treatment could be said to be the difference between CLIL
and CBL. It has been suggested that second language acquisition benefits from some
explicit teaching of forms, this is the Strong Interface Position (Ellis and Freeman,
2006; Norris and Ortega, 2000). Explicit form focused instruction involves the
learner discovering a rule in the learning process. Implicit means the learners are
enabled to predict a rule without being aware. Spada (1986) stated that formal
instruction and exposure to input combining an attention to both form and meaning
worked best. Therefore, perhaps it can be inferred that teachers should combine
explicit teaching of difficult to implicitly acquire forms and vast quantities of
comprehensible input and opportunities for interaction, allowing learners to learn
both implicitly and explicitly. Enriched input means that the input is manipulated to
help learners notice target forms, comprehend them and add them to working
memory. Structured input is where the input is manipulated to induce processing of
a target feature. This draws on Schmidt’s noticing hypothesis and the frequency
hypothesis. This would suggest teachers can help draw learner attention to certain
forms or structures in the input through input flooding (including many exemplars
of it), enhanced input (underlining, emboldening or highlighting key structures or
forms) or structured input.
Acquiring formulaic language can facilitate fluency in speech by making
pauses shorter and less frequent and allowing longer run of utterance between
pauses (Wood, 2006). Formulaic sequences are expressions learned as unanalyzable
wholes and employed on particular occasions (Lyons, 1968, p.177). They become
routine patterns a learner applies to a situation or function. They are held and drawn
from memory at the time of use (Ellis, 1996, p.111). Formulaic sequences play a
major role in introducing progressively more difficult grammatical structures into the
L2 learner’s building of grammatical output (Housen et al., 2012).
The Teaching Context
The sample chosen for this test comprised of ten university students in their
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second to fourth year of study. The students had all chosen to study a high­level
content based course based on the title, ‘Film Studies’, the course purpose and
goals. It was a 14­week course meeting for a 90­minute session twice a week. The
students had a TOEFL level of 500 or above or a TOEIC level of 600 or above as a
prerequisite requirement to entering the course. This institution is a private
coeducational university with 40 different disciplines among 11 undergraduate
programs. It was selected for inclusion in the Japanese government’s Top Global
University Project meaning it receives funding with the aim of enhancing
globalization and internationalizing the country’s higher education.
The course purpose is as follows: this course is designed to give students more
understanding into contemporary cross­cultural issues. Students will come to
understand and learn to discuss the different aspects of film in a Western learning
environment. The focus will be on communication and interaction in order to build
background knowledge of and vocabulary related to the field of film. Students will
take part in group tasks to increase their collaborative ability and expression of
ideas. They will use all of their receptive and productive skills to enhance their
learning ability.
The coarse goals include: Students will be able to write brief reports analyzing
the different aspects of films. Students will be able to take part in discussions based
on the different aspects of films. Students will be able to produce a film as part of a
group project.
Method
The test conducted for this research involved the test subjects recording
themselves speaking for one minute about film during the first class of the course
(the pre­test) and the final class of the course (the post­test.). They were told they
could speak about anything they liked related to film and they would not be graded
based on their performance. Their recordings were transcribed with the help of
sound recording and analyzing software (Sonic Visualizer) and the syllables
produced per­minute calculated to determine the rate of speech (including filled
pauses, self­repetitions, corrections and false starts). The filled pauses they produced
were counted, along with self­ repetitions and corrections and false starts. These
elements of speech are widely regarded as hesitation phenomena and markers of
disfluency (Park, 2016). These were subtracted from the rate of speech to leave the
number of pruned syllables per minute, an index which stands as a functional
measure of fluency (Mehnert, 1998; Ortega, 1999; Derwing et al., 2004). It was
hoped that this number of pruned syllables per minute would show a more accurate
representation of the rate of speech fluency of the students. The unfilled pauses over
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400 ms (Riggenbach, 1991: threshold of a dysfluent pause) were also counted and
the total duration of unfilled pauses was measured. It was also hoped that the
number of unfilled pauses over this threshold and their total duration might help to
provide data showing improvements in fluency. The transcription was checked by a
second researcher for any discrepancy.
In order to measure the student’s level of learner confidence in particular
classroom situations, they were asked in a questionnaire to rate their confidence
(from 1 very low to 5 very high) to answer questions in class and take part in group
discussions before and after the course.
Results
As seen in figure 1, the pruned syllables test showed that only 3 out of 10
produced more pruned syllables per minute in the post­test.
Figure 1 Pruned syllables produced by class in pre-tests and post-tests
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Figure 2 shows, 4 students used less filled pauses, 5 used more and 1 used the
same amount on the post-test.
In figure 3 we can see that 5 students used less self-repetitions and corrections
in the post-test, 4 used more and 1 used zero on both tests.
Figure 2 Filled pauses produced by students in pre-tests and post-tests
Figure 3 Self-repetitions and self-corrections produced by students in pre-tests and post-tests.
Improving Speaking Fluency and Learner Confidence with CLIL ９３
Figure 4 shows that 6 students used less false starts in the post-test, 3 used
more and one used zero on both tests.
In figure 5 we see that 7 students had less unfilled pauses on the post test, 1
had more and 2 had the same amount on both tests.
Figure 4 False starts produced by students in pre-tests and post-test
Figure 5 Number of unfilled pauses of students in pre-tests and post-tests
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In figure 6 measurements show 8 students’ total duration of their unfilled
pauses in milliseconds was shorter in their post-test. 2 students had a longer total
duration of their unfilled pauses in the post-test.
Figure 7 shows 5 students perceived their self-confidence to take part in group
discussions in English to have increased as a result of this class. 5 students deemed
it to have remained the same level.
Figure 7 Perceived self-confidence of students to take part in group discussions
before and after the class
Figure 6 Total duration of unfilled pauses in pre-tests and post-tests
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In figure 8 we can see that 8 students perceived their self-confidence to answer
questions in class to have increases as a result of this class. 2 perceived it to have
stayed the same level.
Conclusion
The treatment was not very effective in increasing utterance fluency in terms of
the speech rate (measured in pruned syllables per minute) or reducing fluency
disruptors such as, pauses: filled and unfilled, self-repetitions and corrections and
false starts. One possible reason is that the task may have been too broad and
general so that learners felt overwhelmed and unsure where to begin. It could also
have been the result of self-monitoring. Learners are aware of their current and
upcoming production and they use their explicit knowledge to alter their production.
Unplanned speech requires learners to rely on the immediate context and monitor
their own output whilst performing online planning. There is a tension between
effort to access the language necessary and availability of time. On the other hand,
the treatment may not have been strong enough. However, it did seem to be
beneficial in reducing their unfilled pauses and even more so the duration of those
pauses, showing evidence of reduction in hesitation phenomena and improvement in
fluency.
The study does show that the majority of students perceived their confidence to
answer questions in class to have significantly improved and half the class thought
that their confidence to take part in group discussions had significantly improved as
a result of the class. Consequently, it can be said that this type of CLIL course is
beneficial in raising learner confidence.
Figure 8 Perceived self-confidence of students to answer questions in class before
and after the course
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Discussion and Further Research
The study had some limitations, which may have hindered its collection of data
representing the students’ levels of fluency. One limitations of the study was the
size of the sample, ten students is a relatively small sample for producing accurate
and representative data. Future studies could use a larger sample to increase the
statistical validity of the data. As mentioned in the conclusion, the task used in the
testing may have been too broad and perhaps a more focused task such as
discussing the last film they saw or the things they like and don’t like related to
film might have been more focused and created less hesitancy in their answers.
Another limitation may have been the measurement apparatus, transcription of
student recordings down to syllable level and pauses to the millisecond is an
arduous task and any similar future studies’ measurements should be checked for
validity by multiple other researchers. There were also issues with the clearness of
the recording due to the classroom environment in which the tests were conducted.
This meant that background noises prevented the use of computer software alone to
calculate the unfilled pauses. Future recordings made in a stricter, studio like setting
could be checked by computer software. The researcher chose to focus on pruned
syllables per minute, however the Mean Length of Run is another measure of
fluency and this could be calculated in further research to show a different and
perhaps more accurate representation of fluency. Other possible research could test
for perceived fluency by asking several native speakers to listen to the recordings,
perhaps transcribe them and analyze them based on various criteria to assess the
fluency of the recordings.
The majority of students perceived their self-confidence to have improved as a
result of this course in terms of both willingness to answer questions and take part
in group discussions, so further research into the exact elements of this type of
CLIL course that help raise learner confidence could discover useful pedagogical
data.
References
Brown, H. D. (2001). Teaching by principles: An interactive approach to language pedagogy
(2nd ed.). White Plains, NY: Longman.
Brown, H. D. (2007). Principle of language learning and teaching. White Plains, NY: Pearson
Longman.
Clément, R. (1980). Ethnicity, contact and communicative competence in a second language. In
Giles, H., W. Robinson, & P. Smith (eds) Language Social Perspectives. Oxford:
Pergamon Press, 147-154.
Clément, R. (1986). Second language proficiency and accultration: an investigation of the effects
Improving Speaking Fluency and Learner Confidence with CLIL ９７
of language status and individual characteristics. Journal of Language and Social
Psychology 5, 271-290.
Clément, R., Gardner, R., & Smythe, P. (1977 a). Motivational variables in second language
acquisition: a study of Francophones studying English. Canadian Journal of Behavioural
Science 9, 123-133.
Clément, R., & Kruidenier, B. (1985). Aptitude, attitude, and motivation in second language
proficiency: a test of Clément’s model. Journal of Language and Social Psychology 4, 21-
37.
Clément, R., Major, L., Gardner, R., & Smythe, P. (1977 b). Attitudes and motivation in second
language acquisition: an investigation of Ontario Francophones. Working Papers on
Bilingualism 12, 1-20.
Cutrone, P. (2009). Overcoming Japanese EFL learners’ fear of speaking. Language studies
working papers, 1, 55-63.
DeKeyser, R. M. (1998). Beyond focus on form: Cognitive perspectives on learning and
practicing second language grammar. In C. Doughty & J. Williams, (Eds.), Focus on form
in classroom second language acquisition (pp.42-63). NY: Cambridge University Press.
Derwing, T. et al. (2004). Second language fluency: judgements on different tasks. Language
Learning, 54(4), 655-679.
Dueñas, M. (2004). The whats, whys, hows and whos of content-based instruction in second/
foreign language education. International Journal of English Studies, 4(1), 73-96.
Ellis, N.C. (1996). Sequencing in SLA: Phonological memory, chunking and points of order.
Studies in Second Language Acquisition 18: 91-126.
Ellis, R., Basturkmen, H., & Loewen, S. (2002). Doing focus-on-form. System, 30(4), 419-432.
Ellis, N. C., & Larsen-Freeman, D. (2006). Language emergence: Implications for applied
linguistics－Introduction to the special issue. Applied linguistics, 27(4), 558-589.
Freed, B. (1995). What makes us think that students who study abroad become fluent? In B.
Freed (Ed.), Second language acquisition in a study abroad context (pp.123-148).
Amsterdam: John Benjamins.
Harumi, S. (2011). Classroom silence: Voices from Japanese EFL learners. ELT journal, 65(3),
260-269.
Helgeson, M. (1993). Dismantling a wall of silence: the “English conversation” class. In
Wadden, P. (ed.) A Handbook for Teaching English at Japanese Colleges and Universities.
New York: Oxford University Press, 37-49.
Housen, A., Kuiken, F., & Vedder, I. (2012). Complexity, accuracy and fluency. Dimensions of
L2 performance and proficiency: Complexity, accuracy and fluency in SLA, 32, 1-20.
Kirk, S. (2014). Addressing spoken fluency in the classroom. In Muller, T. et al. (Ed),
Exploring EFL fluency in Asia (pp.121) Hampshire, UK: Palgrave Macmillan.
Lennon, P. (1990). Investigating fluency in EFL: A quantitative approach. Language Learning,
40(3), 387-417.
Lennon, P. (2000). The lexical element in spoken second language fluency. In H. Riggenbach
(Ed.), Perspectives on fluency (pp.25-42). Ann Arbor: The University of Michigan Press.
Long, M. H. (1998). Focus on form Theory, research, and practic. Focus on form in classroom
second language acquisition, 15, 15-41.
Jack PUDELEK９８
Lyons, J. (1968) Introduction to theoretical linguistics. Cambridge, UK: Cambridge University
Press
Lyster, R. (2017). Introduction to part I: SLA perspectives on learning and teaching language
through content. In Llinares, A. and Morton, T. (Ed.), Applied linguistics perspectives on
CLIL (pp.19-32) Philadelphia, USA: John Benjamins Publishing Company.
Matsuda, S. & Gobel, P. (2003). Anxiety and predictors of performance in the foreign language
classroom. Journal of System 32, 21-36.
Mehnert, U. (1998). The effects of different lengths of time for planning on second language
performance. Studies in Second Language Acquisition, 20, 83-108.
Nation, P. (2007). The four strands. International Journal of Innovation in Language Learning
and Teaching, 1(1), 2-13.
Norris, J. M., & Ortega, L. (2000). Effectiveness of L2 instruction: A research synthesis and
quantitative meta-analysis. Language learning, 50(3), 417-528.
Onada, S. (2014). An exploration of effective teaching approaches for enhancing the oral
fluency of EFL students. In Muller, T. et al. (Ed), Exploring EFL fluency in Asia (pp.121)
Hampshire, UK: Palgrave Macmillan.
Ortega, L. (1999). Planning and focus on form in L2 oral performance. Studies in Second
Language Acquisition, 21, 109-148.
Park, S. (2016). Measuring fluency: Temporal variables and pausing patterns in L2 English
speech. Open Access Dissertations. 692. 
https://docs.lib.purdue.edu/open_access_dissertations/692
Riggenbach, H. (1991). Toward an understanding of fluency: A micro- analysis of nonnative
speaker conversations. Discourse Processes, 14, 423-441.
Schmidt, R. (1992). Psychological mechanisms underlying second language fluency. Studies in
Second Language Acquisition, 14, 357-385.
Segalowitz, N. (2010). Cognitive bases of second language fluency. New York: Routledge.
Skehan, P. (1996). A framework for the implementation of task-based instruction. Applied
Linguistics, 17, 38-62.
Spada, N. (1986). The interaction between type of contact and type of instruction: Some effects
on the L2 proficiency of adult learners. Studies in second language acquisition, 8(2), 181-
199.
Tani-Fukuchi, N. & Sakamoto, R. (2005). Affective dimensions of the Japanese foreign
language learner: implications for psychological learner development in Japan. Journal of
Multilingual and Multicultural Development 26, 333-350.
Tajima, M. (2002). Motivation, attitude, and anxieties toward learning English as a foreign
language: a survey of Japanese university students in Tokyo. Gengo no Sekai 20, 115-155.
Townsend, J. & Danling, F. (1998). Quiet students across cultures and continents. English
Education 31, 4-25.
Wood, D. (2006). Uses and functions of formulaic sequences in second language speech: An
exploration of the foundations of fluency. Canadian Modern Language Review, 63(1), 13-
33.
Yoshida, K. (2013). Reconsidering Japan’s English education based on the principles of
plurilingualism. Selected Papers from the Twenty-second International Symposium on
Improving Speaking Fluency and Learner Confidence with CLIL ９９
English Teaching English Teachers’ Association-Republic of China, Crane: Taipei, pp.
pp.121-129.
Jack PUDELEK１００
